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Improving teacher efficacy and pedagogy by building collegial and supportive
relationships through peer coaching was studied. A model peer coaching guide featuring
coaching procedures and activities was developed and utilized at Tahoma Junior High School.
The results of the guide indicated that peer coaching can be implemented by general education
teachers to enhance their educational practices by increasing dialogue, reflection, and refinement
of teaching and learning practices.
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CHAPTER I
INTRODUCTION
"Teachers in successful schools are undeniably interdependent.
Professionals working in concert produce cumulative effects in
student learning. As more schools, districts, states, and provinces
develop and attempt to implement clear standards and high
expectations, the need for collaborative energy becomes
increasingly clear" (Garmston & Wellman, 1999, p. 15).
In the quotation above, Garmston and Wellman concluded that a
seemingly eternal drive for higher performance schools and the proliferation of
high stakes tests has underscored the need for reform in teaching practices.
Hansaker and Pierce (1996) affirmed that while students, parents, and
communities expect schools to keep pace with an increasingly complex society,
many educational practices have failed to meet the new demands. An
investigation by Hansaker and Pierce (1996) indicated that many teachers
wanted to improve their teaching practices, but often lacked the skills,
knowledge, opportunities, resources, and time to implement innovation and
change. Too often, already overburdened teachers were asked to adopt new
teaching strategies after receiving only minimum exposure to the new techniques
(Hansaker & Pierce, 1996). Gingiss (1993) recognized that new skills and
strategies frequently remained untried in the classroom due to an insufficient
amount of training beyond the initial inservice. According to Gottesman (2000),
most staff development models proved unsuccessful because experts delivered
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the information, and left the teachers to problem solve without expert help.

(
Fullan (1991) noted that although educational reform was vigorously
needed, most peoples' experience with change was overwhelmingly negative.
To reverse this trend and empower teachers in the change process, practical
experiences in the work environment were needed (Fullan, 1991). Educators had
to experience continues change so they could be influenced, and schools had to
provide both pressure and support for effective and positive change to happen
with instructional practices (Fullan, 1991). These conditions contributed to
growth in an organization and changed ineffective training models (Fullan,
1991).
Joyce and Showers (1996) reported that as a few as 10 percent of teachers
implemented strategies presented in staff development inservices; thus, well
researched curriculum and instructional practices never reached the classroom
and students benefited little from teacher training. As a result, training and
implementation of teaching and learning strategies has received greater attention
in the past 25 years Goyce & Showers, 1996). Until recently, many education
professionals assumed that new strategies could be learned and implemented in
the classroom effectively without ongoing support Goyce & Showers, 1996).
When examining why the transfer of skills learned through an inservice did not
translate into meaningful change, this lack of success was, erroneously at first,
attributed to "flaws" in motivation, effort, and attitude, rather than where it
really belonged, with the delivery system of the training (Joyce & Showers, 1996).

(
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The investigation of Joyce and Showers (1996) concluded that initial

(
training followed with coaching resulted in greater levels of adoption than just
training alone. Bruder and Sparks (1987) suggested that peer coaching
strengthened collegiality and encouraged dialogue and interplay between
teachers in environments in which teachers were continuously teaching and
learning from each other (Bruder & Sparks, 1987). Foster (1989) also found that
teachers who participated in seven or more coaching conferences believed that
Cognitive Coaching, a form of peer coaching, had significant impact on their
thought processes in the areas of planning, teaching, analyzing, evaluating, and
applying. Although peer coaching helped teachers implement newly acquired
skills, or refine and improve existing skills, it was not always effective because of
teachers' perceptions of judgment and evaluation during the coaching process
(Joyce & Showers, 1996).
The designs of most teachers work environment lead to the heightened
perceptions of judgment and evaluation during peer coaching (Gottesman, 2000).
Teachers often worked alone with students and were not provided with time or
resources to increase collaboration with colleagues (Robbins, 1991 ). Isolation
contributed to teacher uneasiness with peer coaching (Gottesman, 2000).
According to Ezell, Kohler, and Paluselli (1999), many teachers reported
considerable levels of anxiety and discomfort when being observed by their
teaching peers. To complicate matters, when there was a perception of judgment
and evaluation in the coaching situations, teachers felt they had been placed in a
supervisor to subordinate role, instead of teacher to teacher (Joyce & Showers,
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1996). To be effective, peer coaching had to be conducted in a non judgmental,
(

non evaluative format (Costa & Garmston, 1994).
Equally important to the success of a peer coaching program was a clear
and defined focus (Garmston, 1987). When focus was provided for teachers in a
peer coaching program, it often reduced the fear of evaluation and perceptions of
judgment because teachers felt they had specific skills to focus on instead of the
more comprehensive evaluation of performance (Garmston, 1987). In fact,
Strother's (1989) warned that initiating a program simply because it is popular
produced worse results than doing nothing at all. Effective peer coaching
succeeded when the leadership created the proper focus and support (Strother,
1989).
Brandt (1987) stated that focus and support of an effective peer coaching
program must come from active instructional leaders. The most effective peer
coaching programs were able to achieve a nonthreatening, nurturing
environment while benefiting from the support of the school board, district and
building administrators, teacher associations, and teachers (Strother, 1989). For
the purpose of this project, the Cognitive Coaching process of peer coaching was
used because it was supported by the school board, administrators, and staff in
the Tahoma School District, and it specifically focused on reducing judgment and
intentionally intended to increase teacher efficacy.
Statement of the Problem
Does peer coaching positively influence the reflective practices of the

(

classroom teacher in the areas of planning, teaching, analyzing and evaluating,
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and applying new and existing teaching strategies? Additionally, will a peer
coaching program create a professional community that works collegially to
increasing student academic performance and quality of education experience?
Statement of Purpose
The purpose of this project was to design and implement a peer coaching
program in the Tahoma School District #409, in Maple Valley, Washington, at
Tahoma Junior High School. The goals for this peer coaching program were to
reduce teacher isolation, enhance collaboration, improve teaching practices,
create a system for addressing instructional practices, promote teachers as
researchers, encourage reflective teaching practices, and to transfer training from
the workshop to the classroom (Robbins, 1991).
Definition of Terms
For the purpose of this project the following terms were defined.
Collegiality: An environment in which the staff works to build

cooperative and mutually supportive professional relationships (Costa &
Garmston, 1994). Authority is shared equally, and colleagues expect to
contribute positively and offer mutual support to improve teaching and learning
(Costa & Garmston, 1994).
Consciousness: An awareness of both external and internal events that

affect a person and those around them (Costa & Garmston, 1994).
Craftsmanship: To take pride in one's work and continually seek

improvement (Costa & Garmston, 1994).
''
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Efficacy: An individual or group belief that they can successfully execute

(

the behavior required to influence outcomes, and to hold a secure belief in one's
own coping abilities (Garmston & Wellman, 1999).
Flexibility: An ability to consider situations from different perspective

(Costa & Garmston, 1994).
Holonomy: Individuals acting autonomously and interdependently

within a group (Costa & Garmston, 1994).
Interdependence: To be altruistic; to seek collegiality; to contribute to

group goals and needs (Garmston & Wellman, 1999).
Metacoach: A coach of Cognitive Coaches. They supply feedback and

support for individuals who serve as peer coaches, by providing insight into the
coaching process and offering suggestions for improvement (Costa & Garmston,
1994).
Peer Coaching: Teachers working with teachers to strengthen effective

instructional skills through supportive processes of observation, analysis, and
feedback (Gottesman, 2000).

CHAPTER2
Review of Literature
The role of peer coaching has been widely researched and developed over
the last two decades. Recent studies suggested that peer coaching encouraged
change in the pedagogical practices and expertise of teachers (Ezell et al., 1999).
This chapter will examine peer coaching methods, processes, purposes, and
effects of peer coaching on teaching and learning. Moreover, this chapter will
discuss the problems associated with peer coaching, and provide a rationale for
using Cognitive Coaching as the preferred method of peer coaching for this
project.
Peer Coaching Process and Methods
An understanding of the intricacies of peer coaching requires a familiarity
with the different modes of peer coaching. Costa and Garmston (1994) defined
peer coaching as transporting teachers from where they are to where they want
to be. School districts traditionally implemented four techniques of peer
coaching: technical, collegial, challenge, and cognitive (Garrnston, 1987; Costa &
Garmston, 1994).
Technical coaching supported teachers by transferring training into
classroom practices, heightening collegial relationships, and giving teachers a
shared vernacular to talk about the practice of teaching (Garrnston, 1987).
Collegial coaching aided teachers in refining teaching practices, deepening
collegial relationships, and helping teachers think more consciously about
teaching (Garrnston, 1987). Challenge coaching supported teams of teachers in
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resolving problems with instructional delivery and design (Garmston, 1987).
Cognitive Coaching focused on establishing and maintaining trust relationships
that lead to mutual learning and a state of holonomy (Costa & Garmston, 1994).
The use of peer coaching helped to assist and support teachers with
planning lessons and improving teaching skills using colleagues within the
school (McAllister & Neubert, 1998). Peer coaching programs were developed as
a process to support teachers with reducing seclusion, and improving teaching
strategies and skills (Perkins, 1998). Most methods of peer coaching modeled
clinical supervision; they employed a planning conference, utilized observation,
and required a postconference (Acheson & Gall, 1997). A defining principle of
peer coaching was that it was not an evaluation, but rather a trust relationship
between two or more teachers working collaboratively to improve instructional
practices (Edison, Finco-Kent, Grimes, Kight, Koballa Jr., & Sambs, 1992). The
long range goal of peer coaching was for continuous, innovative, and reflective
improvement in teaching and learning (Gingiss, 1993).
At the beginning of most peer coaching sessions, teachers studied theory
and rationale, observed expert demonstrations, practiced the coaching method,
reflected on learning, and coached faculty members in the building 0oyce &
Showers, 1982). During initial implementation, teachers attended a training
seminar, collaborated on lesson development, discussed elements to be observed
in the classroom, observed the lesson, and after the observation, offered
constructive criticism about the lesson or guided teachers to their own analysis of
their lesson (Bratton & Neubert, 1987). Although most teachers preferred to
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construct their own teaching teams, Garmston (1987) stated that configuring
teams across disciplines or departments can make faculty members more attuned
to common challenges and resources. After teams had been established, the peer
coaching process was fully implemented. Teachers generally used the clinical
supervision cycle with a preconference, an observation, and a postconference
(Costa & Garmston, 1987/1999). Unlike the clinical supervision model used by
administrators, during the postconference, it was important for peer coaches to
withhold judgment (Strother, 1989).
Further investigation found that other forms of peer coaching could
involve a pair of teachers co-planning a lesson or curriculum unit, problem
solving classroom or teaching challenges with videotape analysis or study
groups, sharing stories about teaching experiences, or conducting action research
in the classroom by formulating a set of hypothesis about classroom practices
and developing a plan to test them by asking a colleague to observe, take notes,
and contribute to the analysis of the data (Robbins, 1991).
Purpose of Peer Coaching
Collegial arrangements, known as peer coaching teams designed to
promote teacher growth through the examination of instructional practices,
began in the early 1980' s as a means of expanding and improving teachers'
instructional practices (Joyce & Showers, 1982) and as a process of promoting the
transference of skills following staff developments (Joyce & Weil, 1996). Peer
coaching was used to provide teachers with collegial opportunities to discuss
and exchange information about issues in education, and to reflect about
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teaching practices (Joyce & Showers, 1982). Likewise, peer coaching was used to
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pair an experienced teacher with a less experienced teacher to assist with the
acquisition and application of new skills (Leggett & Hoyle, 1987).
Peer coaching was implemented in many schools as a way to address
instructional problems and to improve student achievement via teacher
collegiality (Robbins, 1991). Showers (1985) found that peer coaching produced
three desired results in the transfer of training to instructional practice: new
strategies were practiced more frequently, new strategies were used more
appropriately, and clearer cognition and retention of new skills and concepts
were demonstrated more frequently. Mumo and Elliot (1987) found that
teachers who had participated and practiced peer coaching experienced a higher
rate of instructional growth than they had prior to the coaching experience. The
reported growth was attributed to the coaching structure because the emphasis
was on improving instruction rather than on evaluation. The study indicated
that 97 percent of the teachers reported they had accomplished their instructional
goals, and 94 percent indicated peer coaching was more helpful in achieving
their goals than was direct classroom supervision (Mumo & Elliot, 1987). Peer
coaching not only increased teaching skills and the awareness of teaching
strategies, it also created collaborative work environments.
Because teachers traditionally have worked in isolation, opportunities to
implement and improve teaching practices were often not available for teachers
outside of the supervision and evaluation procedures performed by
administrators (Joyce & Showers, 1996). In a study conducted by Bruder and
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Sparks (1987), a relationship between peer coaching and collegiality was
indicated. Before implementing a peer coaching program, 25 percent of the
teachers reported they often discussed effective teaching with colleagues
(Bruder, & Sparks, 1987). After implementing the peer coaching program, 40
percent of the teachers reported they discussed effective teaching often with
colleagues (Bruder, & Sparks, 1987). In addition, this study also indicated that
peer coaching created a culture for providing feedback on instructional practices.
Before peer coaching was implemented in Bruder and Sparks
participating school district, 25 percent of the teachers reported that they
received feedback on their instruction frequently or occasionally; however, after
implementing a peer coaching program, 89 percent of the teachers reported that
they received feedback on their instruction frequently or occasionally (Bruder &
Sparks, 1987). Results indicated that before implementing the peer coaching
program, only 52 percent of the teachers reported that the advice they received
regarding their teaching practices was very helpful (Bruder & Sparks, 1987).
After the peer-coaching program was implemented, however, 75 percent of the
teachers stated that the advice they received was very helpful (Bruder & Sparks,
1987). Bruder and Sparks study suggested a correlation between the
establishment of peer coaching and the creation of a collegial school culture that
valued continual improvement with teaching and learning.
Effects of Peer Coaching
Peer coaching promoted a collegial environment in schools and assisted
teachers in transferring new teaching techniques into teaching practices, or to
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improve and refine already existing techniques (Joyce & Showers, 1980).
Additionally, implementing peer coaching in a school was linked to increasing
teaching efficacy, attitudes, and professionalism (Edwards, Green, Lyons,
Rogers, & Swords, 1998). Ezell, et al. (1999) found that teachers who actively
engaged in peer coaching, could transfer the skills to the classroom and increase
their use of suggestions, prompts, questions, and related talk to facilitate
student's social interactions with peers. Likewise, their study found that teachers
who participated in peer coaching could also better employ spontaneous
adaptations in the academic materials, skills or social interactions and roles of
individual students (Ezell et al., 1999). Teachers who incorporated peer coaching
into the classroom could build better positive relationships with students, and
enhanced their student's abilities to achieve higher level thinking (Gardner,
1999).
Problems with Peer Coaching
Although a properly implemented and supported peer coaching program
did yield tremendous benefits, peer coaching also had limitations; Joyce and
Showers (1996) found that when teachers provided each other feedback,
collaborative activity disintegrated if a trust relationship had not been
established. Furthermore, the study indicated that peer coaches also created
supervisor and subordinate relationships when evaluative comments and
opinions were used (Joyce & Showers, 1996). The study emphasized that
successful peer coaching programs considered individual teacher experiences
and perceptions (Robbins, 1991). Likewise, the study pointed out that the
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coaching cycle needed to be relevant in terms of time, comfort, and resources;
moreover it had to be voluntary, and needed to establish and maintain high
levels of trust (Robbins, 1991). Galbo (1998) recognized that an adult's need to
learn correlated with his or her desire to be challenged. A consideration of need
and acceptance of ego were important when constructing a program for adult
learners (Galbo, 1998). Additionally, a vision and focus needed to be provided
by the leadership of a school (Raney & Robbins, 1989). If these conditions were
not present and prevalent, peer coaching failed (Robbins, 1991). Little (1987)
recognized that the environment of the school needed to be hospitable and
supportive for effective collaboration to occur. School leadership was
responsible for creating a professional community that accepted collaboration as
the norm (Garmston & Wells, 1999).
Garmston (1987) concluded that if peer coaching was not supported by
administrators, and if teachers were not provided with a clear focus and the
proper training, ineffective coaching techniques would be established. Similarly,
Perkins (1998) discovered that teachers new to the coaching process, who did not
receive additional support after the initial training, did not fully internalize the
coaching skills needed to conduct a beneficial coaching conference. New coaches
who did not receive proper training and support, often did not ask probing, open
ended questions, did not implement paraphrasing, and used judgmental
language that hindered the coaching process (Perkins, 1998). Although limited
information has been compiled that test ways to limit negative judgment, Curry
and Eisenbach (1999) discovered a relationship between positive peer coaching
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experiences and interdisciplinary coaching teams. In their study, Curry and
Eisenbach (1999) reported that peer coaching teams who did not teach in the
same content areas, focused more on pedagogy, and less on content information.
This study indicated that teachers, when paired with a person from a different
content area, were not as concerned with judgment because they were not
specifically worried about an evaluation on content knowledge (Curry &
Eisenbach, 1999).
Rationale for Using: Cognitive Coaching:
Cognitive coaching specifically focused on creating supportive and non
judgmental relationships (Costa & Garmston, 1994). Studies have indicated that
cognitive coaching can be applied to interactions in a variety of configurations,
situations, and locations for the purpose of enhancing self-directed learning in
self and others (Costa & Garmston, 1994). The Petaluma School District in
Northern California implemented a Cognitive Coaching program to train
teachers with success because of the trusting collegial relationships it fostered
(Cochran & DeChesere, 1995). Cognitive Coaching encouraged the building of
trust relationships and provided teachers with the skills and resources to create a
coaching experience that limited judgment (Perkins, 1998). The Old Adobe
Union School District in Sonoma County, California implemented the Cognitive
Coaching method of peer coaching because it prepared coaches with the
language and interpersonal skills necessary to facilitate a coaching cycle without
hindering the learning process for the teacher being coached (Raney & Robbins,
1989). Moreover, because Cognitive Coaching closely resembled the process of
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clinical supervision, teachers were familiar with the sequence of the coaching
methods (Edwards et al., 1998). Another advantage to using Cognitive Coaching
was that it provided opportunities for coaches to take on additional roles such as
consultant or mediator (Costa & Garmston, 1994). This shift from coach to
consultant or mediator did not hurt the coaching process because members of the
peer coaching team were aware that this was a possibility (Costa & Garmston,
1994). Coaches gave a clear signal that they were switching roles and they
needed to ask for permission to switch roles during the coaching process (Costa
& Garmston, 1994). This gave peer coaches the ability to problem solve and

support each other without creating frustration or judgment (Costa & Garmston,
1994). For this study, Cognitive Coaching will be the peer coaching model
employed.
Summary
The review of literature in Chapter 2 focused on the process of peer
coaching, and its effects on teaching and learning. Additional literature was
cited bearing implications for limitations to peer coaching, and the rationale for
using cognitive coaching as the preferred model of peer coaching for this project.
The literature supports the assumptions that peer coaching can contribute
positively to improving instructional effectiveness and school climate. A recent
study has suggested that peer coaching between teachers in different content
areas could reduce perceptions of judgment and evaluation, but if peer coaching
is practiced and a deliberate effort is made to limit judgmental language during
the coaching cycle, judgment is limited.

Chapter3
Project Procedures
Introduction
The purpose of this project was to develop a model peer coaching guide
for junior high general education classroom teachers in the Tahoma School
District. To achieve this objective, a review of related literature and research was
conducted and the information was analyzed.
Need
Costa and Garmston (1994) stated that teachers needed to take charge of
their own growth as educators. Teachers in successful schools were
interdependent, worked in concert, and produced ever-increasing success in
student learning (Garmston & Wellman, 1999). The Tahoma School District,
specifically Tahoma Junior High School, has undergone a transition from an
experienced veteran staff to a young moderately inexperienced staff. The
mission of the Tahoma School District for the past ten years has been to ensure
that students are taught critical thinking behaviors and skills through core
content. In prior years, staff members received frequent training and
administrative support with implementing critical thinking skills and behaviors
into content areas.
Due to shrinking budgets and a growing staff, the same level of support
for staff development has not been given. A new approach for supporting first
year and experienced teachers who are new to the Tahoma School District was
therefore needed to meet the district's vision. Against this backdrop, the author
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was recruited to develop a peer coaching program at Tahoma Junior High School
in the entire Language Arts and, Science departments. These were selected
because both had a significant number of new teachers.
Procedures for the Project
The writer undertook the following procedures to develop a model peer
coaching program for Tahoma Junior High School:
•

An extensive review and analysis of related research and literature
was completed.

•

An extensive training program in Cognitive Coaching was
provided by Tahoma School District, Puget Sound Educational
District, The Center for Cognitive Coaching, and Seattle Pacific
University.

•

Information regarding staff development appropriate for
implementing and sustaining a model peer coaching program was
obtained from:
Snoqualmie School District
Snoqualmie, WA

Issaquah School District
Issaquah, WA

Bellevue School District
Bellevue, WA

Mercer Island School District
Mercer Island, WA

Implementation
The peer coaching program implemented at Tahoma Junior High School
during the 2001-2002 school year was planned in two phases. The first phase
involved an inservice in Cognitive Coaching. Teachers from both Language Arts
and Science Departments participated in a seven day training seminar provided
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by Tahoma School District, Puget Sound Educational District and Seattle Pacific
University. The inservice focused on the procedures for performing a
preconference, an observation, and a postconference. More importantly, teachers
were instructed on techniques for building collaborative and trusting
environments, and procedures for limiting perceptions of judgment. Participants
had numerous opportunities for practicing Cognitive Coaching and building a
repertoire of skills for observations. Subsequent inservices for refining and
developing Cognitive Coaching and peer coaching skills were provided
throughout the year to provide faculty with a solid understanding of the
Cognitive Coaching process.
In phase two, participants voluntarily selected peer coaching team
members, and identified areas of instruction that were ideal for coaching like
implementing critical thinking skills and behaviors into classroom instruction.
At the beginning of the project, participants established trust, defined the vision,
identified goals and objectives, and clarified individual roles. After two weeks,
participants were provided with additional methods of collecting data in
colleagues' classrooms, and communication and feedback skills for conducting a
peer coaching cycle. After this meeting, the participants continued the ongoing
peer coaching cycle by alternating roles as coach, metacoach, and teacher. In this
manner, the initial phases of a peer coaching project were implemented.
A cyclical peer coaching program was now developed for participating
staff members. The program designed to implement the peer coaching program
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at Tahoma Junior High School, and which is the subject of this project, is
presented in Chapter 4.

Chapter4
The Project
This chapter includes a model peer coaching guide for junior high general
education classroom teachers in the Tahoma School Dish·ict. This guide includes
an overview of the process of peer and cognitive coaching, a brief examination of
the theory and research, a compilation of activities and forms, and suggestions
for practicing the skills of peer coaching. In addition, this chapter addresses
administrative support for implementing an effective peer coaching program.
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A Model Peer Coaching Guide for Junior High General Education Classroom
Teachers in the Tahoma School District
Ausencio (Cinco) Matthias Delgado

Pl

Forward
The purpose of this model peer coaching guide for junior high general
education classroom teachers is to assist you and your peer coaching team with
improving your insh·uctional delivery. The goal is to empower excellence in
teaching and learning at Tahoma Junior High School. Unfortunate! y, most
professional educators work in isolation, and do not receive adequate support in
implementing new innovative teaching techniques. Discussions about teaching
and learning are an essential resource of successful schools. The objective for this
guide is to empower teachers by providing tools that promote teacher mediation
and reflection about teaching and learning.
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Section 1
Introduction to Peer Coaching

PS

Tahoma Junior High School Peer Coaching

(

Program Overview
This peer coaching program primarily uses Arthur Costa and Robert
Garmston' s Cognitive Coaching principles. However, to best meet the needs of
Tahoma Junior High School and Tahoma School District, the program blends
coaching models. The vision of this program is that it is both multi-year and
voluntary. It requires extensive training, and should provide release time with
substitutes so that participants can conference, observe, and present other forms
of collegial support.
Vision Statement
Tahoma School District's commitment to improving teaching and learning
provides the backdrop for the peer coaching program. By utilizing collaboration
and collegial support, teachers are empowered to produce teaching and learning
excellence.
An effective peer coaching program will create the following results:
1. An increase in student learning.
2. Growth in teacher efficacy.
3. Increased amounts of lesson reflection and revision.
4. An increase in teacher satisfaction with the teaching profession.
5. Increased teacher collaboration and trust.
6. Professional growth.
7. The sharing of successful practices.
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Program Description
1. Building Peer-Coaching Teams: Each staff member will select another
staff member as a partner. However, staff members can plan and coach
with different staff members if they desire. Each staff member is also
afforded the opportunity to "divorce" if needed. Once teams are formed,
they will attend training and follow-up sessions to discuss and reflect on
peer coaching practices.
2. Training: Each team will participate in a summer workshop on Cognitive
Coaching. Team members will also participate in training and sharing
sessions throughout the school year.
3. Release Time: Each participant will be provided with a minimum of
seven opportunities to conference, plan, observe a colleague's classroom,
and reflect on lessons. Substitute teachers will be provided. The goal is
for participants to go beyond the minimum number of scheduled
meetings, and to use their own planning time for additional coaching
opportunities.
4. Voluntary Program: Participation is voluntary. Collegial support and
observations are a significant cultural change and must be allowed to take
place over time with ongoing support.
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A Definition of Peer Coaching
Peer coaching is a nonthreatening structure designed for peers to help
each other improve teaching and learning (Gottesman, 2000). It is a confidential
process through which two or more teachers collaborate to reflect on current
practices; expand, refine, and build new skills; share ideas; teach to one another;
conduct classroom research; or problem solve classroom challenges (Robbins,
1991). It is a nonjudgmental process that usually incorporates a preconference,
observation, and postconference. It is a process that transitions a valued
colleague from where he or she is as a teacher, to where he or she wants to be as
a teacher (Costa & Garmston, 1994).
Why Peer Coaching?

Peer coaching promotes professional growth and improves the
instructional skills of teachers. Costa and Garmston (1994) have developed four
assumptions about learning which provide a rationale for the importance of
incorporating a peer coaching program at Tahoma Junior High School:
1. Thought and perception produce all behavior
2. Teaching involves constant decision making.
3. Learning requires engagement and alteration in thought.
4. Humans continually develop cognitively.
The goal of this peer coaching program is to mediate the learning of
teachers and enhance experiences. Research on peer coaching has
indicated that it successfully helps teachers acquire new teaching
behaviors. Bruce Joyce and Beverly Showers (1980), the pioneers of peer
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coaching, have found that teachers using peer coaching are able to acquire
new teaching skills more skillfully and appropriately, and frequently have
greater retention than teachers not coached. Dr. Bruce Joyce's study (as
cited in Gottesman, 2000) indicated that when teachers participate in staff
development training sessions to learn a new skill and hear only theory,
only 5 percent of this new knowledge is transferred into their repertoire;
that number increases to 10 percent with theory and demonstration; 20
with theory, demonsh·ation, and practice within the h·aining; 25 percent
with theory, demonstration, practice within the training, and feedback; 90
percent with theory, demonstration, practice, feedback, and coaching.
Why Cognitive Coaching

Costa and Garmston (1994) have identified four compelling reasons to use
Cognitive Coaching, a form of peer coaching:
1. Cognitive coaching enhances the intellectual capacities of teachers,
which in turn produces greater intellectual achievements in
students.
2. Few educational innovations achieve their full impact without
coaching.
3. Effective team membership requires coaching.
4. Coaching enriches interpersonal relationships.
This peer coaching program uses Cognitive Coaching as its primary
model because the Tahoma School District supports Costa and Garmston' s work
with the States of Mind. The five states of mind are unique to the work of
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Cognitive Coaching. They are the resources a person draws on to improve
(

\.

teacher reflection and insight. When a teacher becomes consciously aware of the
five states of mind and uses this understanding to improve his or her practice,
they are in a state of holonomy (Costa & Garmston, 1994). The five states of
mind, as defined by Costa and Garmston (1994), are as follows:
•

Efficacy: people who exhibit efficacy have an internal locus of
control. They produce new knowledge and engage in causal
thinking. They are problem solvers, optimistic, resourceful, selfactualizers, and self-modifiers. They are able to employ concepts
and render them into deliberate actions.

•

Craftsmanship: people who demonstrate craftsmanship seek
perfection and have pride in their work. They strive for precision
and mastery and request specificity in oral and written
communications. They are able to synthesize and maintain clear
visions and goals, and have the ability to hone strategies to reach
goals.

•

Consciousness: people who manifest consciousness monitor their
own values, thoughts, feelings, behaviors and the effects of these on
others. They are aware of their own and other's progress towards
goals and objectives. They are able to self evaluate, and are
reflective.

•

Flexibility: people who are flexible thinkers are able to see through
the diverse perspectives of others, and are comfortable with
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ambiguity. They create and seek novel approaches and draw upon
a wide collection of problem solving strategies.
•

Interdependence: people who are interdependent have a sense of
cornrnunity. They value consensus and are able to hold their own
beliefs and action in abeyance in order to lend their energies and
resources to the achievement of group goals. They seek collegiality,
uphold integrity, and value trust.

Benefits of Cognitive Coaching
Edwards (2001) reported the following benefits of Cognitive Coaching:
•

It was associated with improved student test scores and produced
other benefits for students.

•

It was linked with teachers growth in teaching efficacy

•

It affected teacher thinking by causing teachers to be more

reflective and thinking in more complex ways.
•

It was connected with an increase in teacher satisfaction with

teaching.
•

It was linked with an increase in professionalism in school.

•

It was related to an increase in Teacher collaboration.

•

It was connected to feelings of growth both personally and

professional! y.
Peer Coaching Process
The entire process of this peer coaching model takes from thirty to sixty
minutes. The model is teacher friendly and collaborative:
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1. An inviting teacher requests a visit from a coach.

2. A preconference is conducted.
3. An observation takes place.
4. A postconference is executed.

Benefits of Peer Coaching
Pam Robbins (1991) reported the following benefits of peer coaching:
•

Improved sense of professional skills.

•

Enhanced ability to analyze lessons.

•

Increased understanding of the teaching and learning process.

•

Developed repertoire of instructional strategies.

•

Increased sense of efficacy.

•

Improved condition of collegiality.

•

Enhanced condition of teacher performance and student progress.

•

Heightened sense of a cohesive school culture.

•

Better articulated curriculum.

•

Increased report of positive school cultures.
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Principles for Peer Coaching
1. Peer coaching is non evaluative. It is observation-based and
specific, not general. The coach collects the data that the inviting
teacher has requested. The inviting teacher makes assumptions
about the performance with the data-not the coach.
2. Peer coaching is based on professional, not social dialogue. The
focus of peer coaching is on teaching. Discussions should revolve
around professional issues.
3. Interactions should be collegial not competitive.
4. Coaching should be supportive and non evaluative. The coach's
role is to ask questions that encourage reflection, analysis, and
planning. Even if the lesson does not go as expected, the coach's
role is not to evaluate, but rather to support the teacher with
comparing what was planned to what happened in the classroom,
and to support the teacher with analyzing what might have
contributed to the outcomes.
5. Interactions between the coach and the inviting teacher are
confidential.
6. The focus of the coaching visits should be flexible to meet the needs
of the inviting teacher.
7. Teacher participation is voluntary.
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Attributes of a Peer Coaching Team
For peer coaching to be successful, team members must exhibit the
following qualities:
•

Credibility

•

Persistence

•

Patience

•

Trust

•

Integrity

•

Flexibility

•

Empathy

•

Originality

•

Fluency

•

Metacognition

•

A willingness to take risks
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Role of the Teacher
For an effective peer coaching program to occur, the teacher must:
1. Commit to peer coaching and to the process of analyzing and
improving instruction.
2. Be willing to develop and use a shared language of
collaboration in order to discuss teaching without judgmental
language.
3. Request a coaching cycle and observe as a coach when
requested.
4. Be open-minded and willing to change.
5. Act as a colleague and as a professional.
6. Be a risk-taker.
7. Be empathetic.

Adapted from Gottesman (2000) Peer Coaching for Educators
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Role of the Principal and Adminish·ation
For an effective peer coaching program, the principal or administrator
must:
1. Be committed to peer coaching.
2. Establish new norms. The teachers are accustomed to isolation, so
the principal must create a paradigm shift in the staff to support an
open and observable environment.
3. Provide structure during the early stages of peer coaching.
4. Identify the nature of the support that will be given to the peer
coaching program.
5. Provide time and coverage in the schedule for peer coaching.
6. Generate outside support for peer coaching.
7. Provide staff development for peer coaching and other training
areas that may result from concerns in peer coaching.
8. Validate the use of peer coaching.

Adapted from Gottesman (2000) Peer Coaching for Educators
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Consulting, Collaborating, and Coaching
Peer coaching is often confused with consulting and collaborating. Lipton
and Wellman (2001) distinguished differences between consulting, collaborating,
and coaching in purpose, focus, actions, and language.
Consulting
The purpose of consulting is to provide information and technical
assistance. The focus is to supply logistical information and to broaden the
content and pedagogical knowledge base of teachers (Lipton & Wellman, 2001).
Consultants provide resources, offer directions for technical task, and give advice
for teaching techniques. The language of a consultant is advisory and often
contains phrases such as "you should," "It's important that you," and "Keep in
mind that" (Lipton & Wellman, 2001).
Collaborating
The purpose of collaborating is to share ideas and problem-solve; the
focus is a reciprocal support of growth and improvement of practices (Lipton &
Wellman, 2001). Collaborative groups brainstorm, co-plan, co-teach, exchange
resources, and conduct action research (Garmston & Wellman, 1999). The
language is collaborative and often contains phrases such as "We might," "Let's
examine," and How might this [whatever] our?" (Lipton & Wellman, 2001).
Coaching
The purpose of coaching is to improve instructional decision making and
to increase reflectivity in the teaching practice (Lipton & Wellman, 2001). The
focus is nonjudgmental support for planning, reflecting, problem solving, and
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the actions are focused on learning conversation that generate insights on
teaching as a professional practice (Lipton & Wellman, 2001). The language is
often inquiring and uses phrases such as "What might be some ways to
[whatever]?" "What are some additional possibilities?" and "What are some
connections between [whatever]?" (Costa & Garmston, 1994).
Distinctions between Coaching and Evaluation
Coaching and evaluation, while similar in some respects, are vastly
different in others. Costa and Garmston (1994) have identified differences
between coaching and evaluation. It is essential to distinguish the differences
between the two roles so that all participants know when and how each process
is performed.
Coaching:

•

The responsibility is shared among peers and colleagues.

•

It is formative throughout the year.

•

The purpose is to build trust and to learn more about teaching and
learning while building collegiality.

•

Teachers generate criteria.

•

Data is collected, returned, and analyze by inviting teachers.

•

The topics covered are classroom interactions involving instruction,
student learning, individual student behaviors, teacher
behaviors ... etc.

•

Value judgments are made by the inviting teacher.

•

The role of the observer (coach) is directed by the teacher.
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Evaluation:

•

It is the administrations obligation.

•

It is surnmative and deadlines are set by district or board policy
(e.g. May 15).

•

The purpose is to give a judgment of effective performance.

•

The criteria is predetermined or set by board policy or
administration.

•

Data is placed in personnel files as a documentation of
performance.

•

The topics covered are of a total professional performance, such as
participation on school committees and in school events,
attendance, grooming, punctuality, teaching techniques ... etc.

•

Value judgments are made by the administration.

•

The role of the observer is determined by the administration.
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Purpose of Coaching
•

To increase the opportunities for students to achieve the goals of
the curriculum.

•

To enhance the classroom climate for learning.

•

To improve the organization of instruction.

•

To align teaching process and learning activities with theory and
learners' needs.

•

To identify and resolve school and classroom problems that may be
hindering learning.

•

To monitor the sequence, articulation, and integration of the
curriculum vertically through the grade levels and horizontally
across subject areas and grade levels.

•

To enhance maximum diversity in teaching and learning.

•

To empower teachers for improvement.
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Purpose of Evaluation
•

To meet contractual requirements, e.g., punctuality, attendance,
extracurricular assignments.

•

To certify the effectiveness of instruction to the board, public, and
staff.

•

To illuminate and make recommendations for excellence in
instructional practices.

•

To meet legal requirements as determined by legal mandates.

•

To apply district adopted criteria for judging instructional
effectiveness.

•

To monitor professional conduct, e.g., dress, professional
development, participation in district improvement goals.

•

To identify instructional deficiencies and to plan learning
opportunities to remediate those deficiencies.

•

To guarantee minimum uniformity.

•

To monitor and mandate improvement.
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Suspending Judgment
Judgment hinders the coaching process because it creates thoughts and
emotions that inhibit effective communication. Judgments include opinions,
assumptions, preconceptions, emotions, impulses, and style differences. A clear
distinction of what is and is not judgmental is necessary to create a successful
peer coaching experience.
Judgmental is ...
•

Assigning quality to something
o right/wrong
o good/bad
o should/ should not

•

Criticism or praise

•

Personal interpretations or conclusions

•

Negative assumptions

•

Opinions

Non-judgmental is ...
•

Based on observation of what is seen or heard

•

Concrete and specific data or facts

•

Free from interpretation or conclusion

•

Positive Assumptions

•

Facts
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Positive Presuppositions
Presuppositions are embedded in language and in the assumptions
underlying communication (Costa & Garmston, 1994). A positive presupposition
communicates a belief in a colleague's capacity and willingness to engage
(Lipton & Wellman, 2001).
•

Positive presuppositions presume:
o Prestige of purpose
o Positive intentions
o Prior and ongoing thought

•

People who demonstrate positive presuppositions:
o Ask inquiring questions for clarification and enlightenment
o Seek multiple perspectives
o Are accepting

P26

Analyzing Questions for Presuppositions
In groups, identify the presupposition in each question. Describe its
possible impact on the teacher's feelings and thinking. Then, write an improved
question.

Question

Presupposition

Impact

Have you been
able to come up
with an objective
for this lesson yet?

Why will you
teach this lesson?

These kids are
hard to handle.
How do you plan
to keep them
involved during
this lesson?
Why do you think
so many students
were lost during
your lesson?

What can I do to
help make you a
better teacher?
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Improved
question

Establishing Teams
Coaching needs to occur in a psychologically safe and comfortable
environment; therefore, it is best for teachers to select their own partners. Often,
selections are based on shared interests, areas of expertise, friendship patterns,
geographic proximity, similar teacher styles, a desire for teachers to stretch their
style, or similar grade levels (Robbins, 1991). Teams can also work in trios with
an inviting teacher, a peer coach, and a metacoach. Trios can alternate roles and
grow and learn from one another (Lawson, 2000).
Things to Consider before Forming a Team:
•

Partner selection is voluntary.

•

Interdisciplinary/ cross grade level teams have advantages and
disadvantages to teams that are noninterdisciplinary and the same
grade level.

•

Establishing mutual trust, respect, and confidentiality are more
important than building friendship.

•

Scheduling time to conference, observe, and reflect is challenging.

•

It is normal to feel anxious about peer coaching in the beginning.

•

It is common for teachers to feel uncomfortable with having

substitute teachers instruct classes for an extended period of time.
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Building Trust Activity
Questioner: ask each question in sequence. After asking a question, pause

to offer your partner time to think about a response. After your partner
responds, take time to reflect by pausing. Occasionally, after every two or three
responses, summarize the latest response with a paraphrase, or probe for clarity.
Respondent: when answering each question from your partner, respond

at a level of disclosure that is comfortable to you. If at any time you do not want
to respond to a question, say "I choose to pass."
1. What name do you prefer that I call you during this interchange?
2. [Name], where did you go to school?
3. [Name], what did you like best about school?
4. [Name], thinking about the teachers you've had in the past, what
teachers have had a strong influence in your life?
5. [Name] what were some of the factors that influenced you decision to
go into education?
6. What do you like best about being in education?
7. When you are asked questions about your work, how do you usually
respond?
8. When you are carrying out something for the first time, how do you
usually feel? What do you usually do?
9. How are you feeling right now?
Reverse roles
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Confidentiality
Directions: Answer the first two questions. After the whole group shares,
record any thoughts or ideas you want to keep.

1. What is confidentiality?

2. What are the most important things to remember about maintaining
confidentiality?

3. What are some ideas you want to keep?
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Section 2
Communication
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Behaviors that Influence Thinking:
•

Applying rapport skills

o
•

Verbal and non verbal communication is important to build rapport.

Structuring

o Consider the time, space, and purpose of the lesson.
•

Using silence

o Utilize wait-time, and listen deliberately and attentively.
•

Acknowledging

o Verbally and nonverbally acknowledge the inviting teacher.
•

Paraphrasing

o

Acknowledge, clarify, summarize, and shift the conceptual focus of the
inviting teacher.

•

Clarifying

o Probe the inviting teacher for values, meanings, and specificity.
•

Questioning

o Use positive presuppositions.
o Syntax.

Adapted from Costa and Garmston's (1999) Cognitive Coaching
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Learning Focused Communication
Language and thinking are interdependent processes. The goal of peer
coaching is to integrate communication and thinking to foster professional
growth. Lipton and Wellman (2001), state that our interaction with others
matters as much as the content about which we interact. Pausing, paraphrasing,
inquiring, and probing are all important tools for effective verbal
communication.
•

Pausing: provides space for thinking.

•

Paraphrasing: establishes a relationship and increases

understanding.
•

Inquiring: invites the synthesis of new connections and

understandings.
•

Probing: clarifies thinking and increases precision for

understanding.
Nonverbal communication is also important. Humans utilize a rich
repertoire of nonverbal expressions that provide contextual information
(Dimitrius & Mazzarella, 1998). Matching an inviting teacher's nonverbal
communication communicates safety, manifest rapport, and mediates thinking
(Costa & Garmston, 1994). When conducting a peer coaching conference,
increase the rapport by noting and matching the following:
•

Posture

•

Gestures

•

Inflection
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•

Pitch

•

Volume

•

Rate of speech

•

Language choices

•

Breathing

Pausing
The tempo of a conversation affects both the emotional and intellectual
atmosphere (Lipton & Wellman, 2001). Frequent, well placed pauses contribute
to an inviting teacher's assurance and efficacy.
Pause to heighten reasoning and mediation

•

Pause after asking the inviting teacher a question
o To allow the inviting teacher time for thinking.
o To signal support to the inviting teacher for thinking.
o To demonstrate a belief in the inviting teacher's aptitude for
thinking.

•

Pause after an inviting teacher responds
o To allow the inviting teacher time to retrieve additional
information.
o To all the peer coach time to process information.

•

Pause before the next question or response to the inviting teacher
o To model mediation.
o To provide time to think before responding.
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Paraphrasing
The paraphrase is a powerful nonjudgmental verbal response because it
communicates that the speaker is valued and the listener is attempting to
understand what is being said (Costa & Garmston, 1994).
A paraphrase sends the following messages:
•

I am listening.

•

Im interested and I care.

•

I understand you, or I am trying to understand you.

Three Types of Paraphrases
1. Acknowledging and clarifying

a. You 're thinking that. ..
b. So, you're wondering if.. .

(

c. You're frustrated because .. .
2. Summarizing and organizing
a. So, you're ready to move on to ...
b. First you're going to ... , then you will ...
c. On the one hand ... and on the other hand ...
3. Shifting conceptual focus including goals, concepts, values, assumptions, and
categories
a. So, a strong belief you hold is ...
b. An assumption you're operating from is ...
c. A goal for you is ...
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Principles of Paraphrasing
•

Attend to the speaker fully.

•

Listen with the intention to understand the speaker.

•

Capture the essence of the speaker's message.

•

Reflect the essence of the speaker's voice, tone, and gestures.

•

Make the paraphrase shorter than the speaker's original statement.

•

Paraphrase before asking the speaker a question.

Paraphrasing Practice
Below are some sample statements and possible paraphrases of those
statements.
1. I really don't understand how I am going to teach this new writing
program.
•

You' re feeling overwhelmed and frustrated about how you are
going to teach writing this year.

•

You're thinking that you may need more ideas on how to
implement the writing program.

2. I'm always having trouble with explaining the concepts in the
writing program.
•

These concepts frustrate you when you try to teach them.

•

You're wanting to explain these concepts so they make sense to
your students.
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With your partner, take turns paraphrasing the following statements.

•

I don't understand why they want me teach writing this year in math.

•

There's no communication between my department and me.

•

Working together with the science department has been the most difficult but
most exciting thing I've done in a long time.

•

I need to know how my instruction matches the state essential learnings in
writing.

•

Nothing I do seems to make a difference in student comprehension.

•

I feel that every student needs to master basic grammar before they can master
writing.

•

I don't have time to collaborate with my department.

•

As a teacher, Mr./Mrs.

•

Develop three additional examples of your own.

is terrible!
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Inquiring Questions
Skillful coaches are purposeful in their questioning. Coaches need to craft
language that focuses and promotes thinking. Inquiring questions are asked to
encourage complex thinking and reflection, are open-ended and allow for many
possible responses, are nonjudgmental and embed positive presuppositions, are
stated as plural nouns and in tentative language, and are focused on self-directed
learning (Costa & Garmston, 1994).
Interrogation vs. Inquiry
Sample Interrogation Questions

•

"Why did you do that?"

•

"What percentage of the time are you successful?"

•

"Are you still having difficulty with the new [whatever]?"

•

"What makes you think that?"

•

"Were you able to follow your plan?"

•

"Why do you oppose working in teams?"

•

"What could you have done to get better results?"

Sample Inquiring Questions

•

"What were some of your reasons for making that choice?"

•

"What are you seeing that indicates you are getting the results you
expect?"

•

"Which part of the new [whatever] seems to be the most
challenging?"

•

"How did you come to that answer?"
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•

"How was your plan useful to you as you carried out the lesson?"

•

"What is it about working in teams that troubles you?"

•

"What other possibilities might there be to produce different results
next time?"

Inquiry for Planning
Clarifying goals

•

"What is your lesson about?"

•

"As you think about your lesson, what are some of your goals?"

•

"As you plan for this experience, what are some of the outcomes
and objectives that are important to you?"

•

"What do you anticipate you will see or hear as your outcomes are
being achieved?"

•

"What is really important to you?"

•

"What do you want the students to walk away with?"

Determining success

•

"How will you know they have it?"

•

"What will success look like?"

•

"What evidence will you collect?"

•

"What data could I collect for you?"

•

"What are some specific methods you might use to collect data
about this event?"

•

"How will you monitor success during the lesson?"

•

"What are some variables that might influence your outcomes?"
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•

"What data will be most important in supporting your own
assessment of this event?"

•

"What do you envision as you think about this lesson?"

•

"What does a successful lesson look like?"

Anticipating approaches

•

"As you envision this lesson, how do you ... ?"

•

"What will you do first? Second? To close?"

•

"How long do you think it will take to ... ?"

•

"How will you know when to ... ?"

•

"What do you want to be most aware of as you begin this lesson?"

•

"Given this opportunity to think through your plan, what are some
specific actions you will take to ensure success?"

•

"Based on your previous experiences, what advice would you give
to someone about to do something very similar?"

•

"How does this experience connect with previous lessons? With
future lessons?"

•

"In what ways does this experience fit within your larger picture
for this unit?"

Identifying personal learning

•

"How do you want to grow professionally through this lesson?"

•

"How will you collect data to measure your success?"

•

"What are some experiments you might design to support your
own learning?"
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•

"What will you be noticing as you learn more about your
students?"

Inquiry for the Postconference
Summarize and recall

•

"How do you think it went?"

•

"How are you feeling about ... ?"

•

"What are some of your indicators that ... ?"

•

"What makes you say ... ?"

•

"As you reflect on your lesson, what are some of the things that
come to mind?"

•

"What are some aspects of your lesson that surprised you?"

•

"What are you curious about when you recall this experience?"

•

"What are some of the specific examples you can recall?"

•

"On a scale of 1 to 10, how would you rate this experience?"

•

"What are some specific examples that cause you to make that
determination?"

Compare and analyze

•

"How did it go compared to how you thought it would go?"

•

"What are some of the things you did that might have caused it to
happen that way?"

•

"What are your hunches about what was going on for ... ?"

•

"Describe some differences between what you planned and what
occurred?"
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•

"What are some comparisons you would like to make?"

•

"What are some possible relationships between these?"

•

"What sequence of events might have lead to this/ that?"

•

"What are some inferences you are making about this/that?"

•

"What are some of your hunches about the reasons for this/that?"

Construct new learning

•

"What learnings do you want to take with you to future lessons?"

•

"What do you want to stay mindful of from now on?"

•

"What are some new connections you are making?"

•

"Based on this experience, what advice would you give to someone
about to do a similar lesson?"

Reflect

•

"Imagine that you could record a message to yourself for next year?
What might the message say?"

•

"What have you learned about yourself?"

•

"How has our conversation supported your learning?"

•

"How has this conversation been helpful to you?"
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Questioning Template
•

Avoid close ended, yes/no openers.

•

Eliminate "why" questions because they are judgmental and foster
negative presuppositions.

•

Delete judgmental words, negative assumptions, and embedded advice.

•

Use plural nouns when their use would open or extend thinking.

•

Use introductory phrases:
o "As you ... "
o "When you ... "
o "Whileyou ... "
o "Given that ... "
o "Thinking about ... "

•

Use exploratory language
o "might"
0

"if"

o "if any"
o "if anything"
•

Precede the question with a framing statement when appropriate.

•

Use paraphrasing.
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Inquiry Activity
With your partner, design questions that are interrogative. After you have
completed synthesizing these questions, create inquiry questions.

Interrogation question

Inquiry questions

P44

Probing
Probing signals that the coach does not understand what the inviting
teacher is saying and needs more information. The intent of probing is to help
the coach better understand the inviting teacher's ideas, feelings, and thinking
(Costa & Garmston, 1994). Probing for clarification contributes to trust, because
it communicates to the inviting teacher that his or her ideas are worthy of
exploration for understanding (Costa & Garmston, 1994). Often a coach needs to
probe for clarification when inviting teachers use vague nouns and pronouns,
vague verbs, comparators, rule words, and universal quantifiers (Garmston &
Wellman, 1999).
Vague Nouns and Pronouns
Vague nouns and pronouns occur often during coaching sessions. If an
inviting teacher says, "My students don't understand grammar," a coach needs
to find out how many students are confused about a specific concept like
commas, and what elements of grammar are the most problematic.
Vague Nouns and Pronouns

•

"My students ... "

•

"The class ... "

•

"My fourth period classroom management problem ... "

Probing Questions

•

"Which students, specifically?"

•

"Which class?"

•

Which aspect of your classroom management, specifically?"
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Vague Verbs
Planning, problem-solving, and reflecting requires precise language. It is
important to probe for specific information about verbs when coaching. For
example, when an inviting teacher states, "I hope my kids understand this
concept," a coach needs to determine what the teacher means by "understand"
and what "understanding" specifically looks like to the inviting teacher. The
discussion of lesson goals and objectives during the preconference is an area to
focus on verbs.
Vague Verbs

•

"I hope my lab is prepared."

•

"I want to improve my questioning ability."

•

"I want to enhance my students' opportunities."

Probing Questions

•

"Prepared, how specifically?"

•

"What do you mean by improve?"

•

"Enhance, how specifically?"

Comparators
Coaches support inviting teachers by helping them to specify their criteria
and standards for comparison. This will lead to helping the teacher identify
specific targets for learning, and measurable signs of success (Lipton & Wellman,
2001).

Comparators

•

"I hope my classroom management gets better."

P46

•

"This lesson was less useful than I thought."

•

"My fourth period class reads much slower."

Probing Questions

•

"Better than what?"

•

"What was it less useful than?"

•

"Much slower than whom?"

Rule Words
Everyone has a set of rules for how they operate in society, and often
during conversations, these rules are communicated through word choice.
0

11

Words like "should", "must", "necessary", "can't" , have to", ought",

"need" ... etc., indicate that a rule is present during a coaching conversation.
Often these rules hinder the inviting teacher's ability to grow or problem solve.
Probing allows the coaches to present alternatives to inviting teachers and
encourage growth.
Rule Words

•

"I can't change this lesson."

•

"I should change my entry tasks."

•

"I have to give them time to work during class."

Probing Questions

•

"What would happen if you did?"

•

"What stops you from doing that?"

•

"Who says you have to?"
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Universal Quantifiers
Linguists label words and phrase like "everyone", "all", "no one",
"never", and" always" as universal quantifiers. Often inviting teachers use these
words when they believe what they are saying is a universal truth. By helping
inviting teachers clarify universal quantifiers, a coach can get specific measurable
details, and provide supportable data.
Universal Quantifiers

•

"These kids always come into class noisy."

•

"These kids are never on time."

•

"All the parents of my class are upset about this lesson."

Probing Questions

•

"Has there ever been a time when they haven't?"

•

)"/Never?"

•

"All? Are there some parents who are not upset?"
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Probing Activity
With your partner, create statements that need probing for clarification.
Then, conduct a conversation where you intentionally use vague statements, rule
words, and universal qualifiers.

Statements that need probing for clarification:

Thoughts about your conversation:
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Encouraging Thinking during Coaching
To encourage thinking during coaching conversations, it is important to
recognize the importance of being nonverbally in rapport during a conversation
(Lawson, 2000).
Approachable Voice
The use of an approachable voice invites thinking (Lawson, 2000). An
approachable voice is well modulated and tends to rise at the end of a statement,
paraphrase, or question (Lipton & Wellman, 2001). An approachable voice
signals openness and encourages exploration (Lawson, 2000). Figure 1 illush·ates
the pattern of an approachable voice.

Figure 1: The Pattern of an Approachable Voice.
Credible Voice
A credible voice is more evenly modulated, and tends to drop at the end
of a sentence. A credible voice is often associated with authority, evaluation,
consultation, and judgment (Lawson, 2000). Figure 2 illustrates the pattern of a
credible voice.

Figure 2: The Pattern of a Credible Voice
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Plural Forms
Using the plural forms of words makes it easier for inviting teachers to
think, to problem solve, and to generate options for responses (Lipton &
Wellman, 2001).
Attending to Self and Others
Meaningful dialogue is possible when group members are conscious of
themselves and others (Garmston & Lipton, 1999). Skilled coaches are aware of
what they are saying, how they are saying it, and how others are receiving and
responding to their ideas. To listen effectively, coaches need to pay attention to
both physical and verbal cues. To communicate effectively, coaches have to
match both the body language and the representation system of the speaker. To
conduct a successful conversation, coaches need to use the same word types as
the speaker; this most often includes visual, kinesthetic, or auditory words.
Exploratory Language
Using words like "some", "might", "seems", "possible", and "hunches"
into both questions and paraphrases encourages thinking during a coaching
conversation (Lipton & Wellman, 2001). Using words like" could" and "why"
reduces the confidence in inviting teachers, and communicates a premature
commitment to ideas or actions (Lipton & Wellman, 2001).
Non exploratory language

•

"Why are some of your students having difficulty with that
concept?"

•

"What should you do about this?"
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•

"Why did this happen?"

Exploratory Language

•

"So, you're noticing that some of your students might be having
difficulty with that concept?"

•

"How might you go about changing this?"

•

"What are some of your hunches about why that may be so?"
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Exploratory Language Activity
Activity: Create some questions and statements that are nonexploratory,
and then change them to exploratory. Remember to use the plural form of
words.
Non ex
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Section3
The Coaching Cycle
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The Coaching Cycle

PSS

Preconference
The preconference is designed to provide an opportunity for inviting
teachers to share their thinking about a lesson (Robbins, 1991). The coach asks
questions that afford inviting teachers opportunities to reflect on their plans for
the lesson before teaching it. At the preconference, the teacher who functions as
the coach asks the inviting teacher to clarify goals, determine success indicators,
anticipate approaches, strategies, decisions, and how to monitor them, determine
a data collection tool, and identify a personal learning focus and the processes to
be used for self-assessment (Costa & Garmston, 1994). The coach might also
inquire about student characteristics, class norms for behavior, as well as any
concerns about the lesson or observation (Robbins, 1991).
The Observation
During the observation, coaches center data gathering efforts on a variety
of topics (Robbins, 1991). When observing the inviting teacher, coaches should
look for indicators of success predetermined by the inviting teacher, and gather
data to support the inviting teacher with analyzing the effectiveness of
instructional approaches, strategies, and decisions (Costa & Garmston, 1994).
Examples of data gathered during an observation include high-order thinking
skills, teacher-student interactions, student time on task, physical proximity, wait
time, use of motivational variables, verbal flow, behavior management practices,
use of a particular instructional strategy and its effects, active participation, or
the implementation of curriculum. Inviting teachers always determine the focus
of data collection. Typically, in the early stages of coaching, inviting teachers
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pick safe topics that produce positive data; however, as trust builds between
(
\

inviting teachers and coaches, and team members have the ability to switch roles,
inviting teachers are more willing to take risks with what they want observed
(Little, W., 1982).
Postconference
The post-observation conference often begins with an open-ended
question to elicit the teacher's thoughts and feelings about the lesson (Robbins,
1991). The aim of the post conference is for the coach to ask the inviting teacher
questions that encourages reflection about the lesson, as well as an analysis of
what happened as expected and what was unexpected during the lesson
(Robbins, 1991). The coach's role in a postconference is to mediate teacher
thinking by having the teacher summarize impressions, recall supporting
information, compare, analyze, infer, and determine cause and effect
relationships, and to construct new learnings and applications to teaching
practices (Costa & Garmston, 1994). The postconference concludes with the
coach asking for specific feedback about his or her conferencing strategies, and
possible refinements for future coaching sessions.
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Section4
Preconference

PSS

Goals of the Planning Conference
The goals of the planning conference are to:

•

Build trust and rapport.

•

Promote metacognition and reflections.

•

Gather information about the lesson objectives.

•

Elicit information about the purpose of the lesson.

•

Collect information about teacher and student behaviors.

•

Review the lesson context.

•

Anticipate teacher concerns.

•

Determine the role of the observer.

•

Clarify the focus of the observation.

•

Decide how data will be collected.

•

Summarize the understanding of the lesson and data collection
process.

•

Identify the time of the observation and post conference.
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The Planning Conversation

Planning Map
• Clarify goals and outcomes
0
Teacher describes to
the coach

Tools

•
•
•
•
•

•

•

Determine indicators of
success

•

•
•

•
•

Anticipate approaches,
strategies, and decisions
intended to accomplish goals
and outcomes

•
•

•

•

Determine the focus and
process for self-monitoring

•

"What is your lesson going
to be about today?"
"As we see the lesson
unfolding, what will
students be doing today?"
"What are your goals?"
"What do you want them to
walk away with?"
Pause and allow your
partner time to think.
"What will you see students
doing or hear them saying
that will indicate success?"
What will you look for in
students' reactions to know
if your directions are
understood?
"What will success look
like?"
Paraphrase from time to time
"As you envision this lesson,
what do you se yourself
doing to produce these
student outcomes?"
What will you be doing first?
Next? Last? How will you
close the lesson?
Probe gently to support your
partner in gaining clarity in
his or her own thinking.
"What, specifically, do I
want to observer/learn?"
Pay attention to your partner
to get the specific
information.

Adapted from Costa and Garmston' s (1999) Cognitive Coaching reflecting map.
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Possible Peer Coaching Topics
•

Teacher questions, student responses, teacher follow-up.

•

Critical thinking and behavior activities.

•

Proximity and teacher movement.

•

Male-female patterns of responses.

•

Waittime.

•

Teacher talk time vs. student learning or guided practice time.

•

Homework directions.

•

Anticipatory set.

•

Student-to-student responses.

•

Clear explanation: list all steps or points.

•

Questioning sh·ategies.

•

Teacher's disciplinary comments.

•

Student movement.

•

Interaction with one student or one group.

•

Kinds of reinforcement of correct and incorrect responses.

•

Positive/negative statements by recording all statements.

•

Time spent on materials, directions, or noninstructional talk.

•

Ethnicity patterns of responses.

•

Statement of objectives.

•

Closure or summary statement.
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Inviting Teacher Form
Teacher n a m e : - - - - - - - - - - - - - - - - - - - Coach's n a m e : - - - - - - - - - - - - - - - - - - - Purpose of coaching s e s s i o n : - - - - - - - - - - - - - - -

Purpose of coaching s e s s i o n : - - - - - - - - - - - - - - -
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Coaching: Form #1
Request for visit:
Name: _____________________________
Description of the s i t u a t i o n : - - - - - - - - - - - - - - - - - - - -

Questions:

Suggestions for changes or improvement when the teacher requests them:
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Summary of Inviting Teacher's Lesson
1. What does the inviting teacher want the students to learn?

2. What are the essential steps in this lesson?

3. What will the inviting teacher do to meet the desired objectives?

4. What indicators is the inviting teacher looking for to determine the
success of the lesson?
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(

Sections
The Observation
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The Observation
One of the most difficult faucets of peer coaching, after conquering
feelings of discomfort about teaching in front of colleagues, is deciding on a
focus for the observation and a tool for recording the requested data. For the
most part, observation tools have been used by administrators for evaluative
purposes.
Once the inviting teacher selects a focus, the next step is to determine how
data will be collected. It is important for the inviting teacher and coach to
discuss the data collection instrument in detail, so the data will match the desired
focus. Although this guide provides data collecting instruments, teacher
developed observation sheets, designed for specific purposes, often produce
great results.
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Goals of the Observation
The goals of the observation are to:
•

Observe specifically for what the inviting teacher has requested.

•

Look for indicators of success as specified by the inviting teacher.

•

Monitor for the effectiveness of approaches, strategies, and
decisions.

•

Collect useful and relevant data.

•

Record data.

•

Return data to the inviting teacher before the postconference.

•

Remain objective and nonjudgmental.

•

Honor the previously arranged agreement.

•

Remain as unobtrusive as possible while in the classroom.

•

Keep data collected during the observation confidential.
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Data Collection Sheet #1- Bloom's Taxonomy Tally Sheet

Question categorv
Knowledge

Comprehension

Application

Analysis

Synthesis

Evaluation

Clues
Who?
What
Where?
When?
Define?
Describing
Stating main ideas
Comparing and
contrasting
If...then ...
Classify
Solve single answer
Why (motives, causes)
Conclusions
Generalizations
Inferences
Evidence
Problem solving
Proving
Predicting
Original notions
Opinions
Judgments
Validation
Beliefs
Preference

Knowledge Total:
Comprehension Total:
Application Total:
Analysis Total:
Synthesis Total:
Evaluation Total:
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Tally

Data Collection Sheet #2- Time Sheet
Use for the following: wait time after questions, h·ansition time
Teacher behavior

Time used

1. - - - - - - - - - - - - - - - - - - -

2. - - - - - - - - - - - - - - - - - - 3. - - - - - - - - - - - - - - - - - - 4. - - - - - - - - - - - - - - - - - - -

5. - - - - - - - - - - - - - - - - - - -

6. - - - - - - - - - - - - - - - - - - 7. - - - - - - - - - - - - - - - - - - 8. - - - - - - - - - - - - - - - - - - -

9. - - - - - - - - - - - - - - - - - - 10. - - - - - - - - - - - - - - - - - - -

11. - - - - - - - - - - - - - - - - - - -

12. - - - - - - - - - - - - - - - - - - 13. _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
14.

15. - - - - - - - - - - - - - - - - - - -

16. _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
17. - - - - - - - - - - - - - - - - - 18. - - - - - - - - - - - - - - - - - - -

19. _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __

20. - - - - - - - - - - - - - - - - - - -
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Data Collection Sheet #3- Reinforcement
Positive
Verbal
Reinforcement

Tally

Positive
Non-verbal
Reinforcement

Tallying types of non-verbal reinforcement

Types of words used

Nods

Smiles

Eye-contact

Listening

Board

Movement

Positive
Qualified
Reinforcement

Verbal

Delayed
Reinforcement

Tally

Non-verbal

Examples
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Data Collection Sheet #4-Seating Chart

Use for recording:
Response opportunities
On-task/ off task behavior
Student participation
Teacher proximity
Interaction record

DDDDD
DDDDD
DDDDD
DDDDD
DDDDD
DDDDD
DDDDD
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Data Collection Sheet #5-Wide Lens
Teacher's Language

Evidence of Student Involvement

Student Interactions

Evidence of Student Critical
Thinking

Classroom Environment
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Data Collection Sheet #6-Surnmary Form
Initial peer coaching observation information form
Teacher's Name: - - - - - - - - - - - - - - - - - - - - - 0 b s er vation P e r i o d : - - - - - - - - - - - - - - - - - - - Observation D a t e : - - - - - - - - - - - - - - - - - - - - Observer's N a m e : - - - - - - - - - - - - - - - - - - - - - Post-observation Meeting Date and Time: _ _ _ _ _ _ _ _ _ _ __

To support you with providing meaningful feedback, fill out the following
information. It is important to remain objective and nonjudgmental.
Lesson objectives observed this period: _____________

What teaching strategies and student behaviors did you observe? _ __
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Section 6
The Postconference
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Goals of the Postconference
The goals of the post conference are to:
•

Promote teacher reflection on the lesson by
o Recalling teacher and student behavior.
o Comparing actual outcomes to desired outcomes.
o Analyzing why behaviors were or were not performed.
o Having the teacher make inferences about achievement of
lesson purposes and objectives.

•

Generate future plans.

•

Provide feedback about practices for both the inviting teacher and
the coach.

•

Build trust and motivation to participate in future peer coaching
sessions.
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The Postconference

Reflecting map
• Summarize impressions and
assessment of what occurred
during the lesson, and recall
information that supports your
impressions and assessments.

Tools

•
•
•

•

•

Recall the lesson by comparing
what was planned or expected
to what occurred. Infer
relationships between what
occurred and the sh·ategies used
or decisions made.

•

•

•

•
•
•

Construct new learnings and
applications for future
experiences.

•
•
•

•

•

Reflect on the effects of the
coaching conversation.

•

•

"As you reflect back on the
lesson, how do you think/ feel it
went?"
What did you see students
doing, or hear them saying that
made you feel that way?
Pause often to allow your
partner time to think.
"How did what you planned
compare to with what
occurred?"
"As you reflect on the goals for
this lesson, what are you
noticing about the effects of the
strategies used on student
learning?"
"What are some indicators
that. .. "
"Wha t mak es you say ....?"
Paraphrase from time to time .
"What big ideas or insights are
you discovering?"
"What do you want to stay
mindful of from now on?"
"What are some hunches about
what was going on for ... ?"
Probe to support your partner's
construction of new learning.
"How has our conversation
supported you learning?"
How has this conversation been
helpful to you?"
Pay close attention to your
partner.

Adapted from Costa and Garmston's (1999) Cognitive Coaching reflecting map
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Postconference- Reflection Form

During the post conference, what insights did the inviting teacher gain
about his or her teaching p r a c t i c e ? - - - - - - - - - - - - - - - - - - -

What verbal skills were helpful during the coaching conversation? _ _ _ _ _ _ _ __

What non verbal skills were helpful during the coaching conversation? _ _ _ _ __

As you recall this coaching experience, what are some areas you want to refine or
celebrate?

-----------------------------
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Section 7
The Problem-Solving Conference
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Goals of a Problem-Solving Conversation
The goals of a problem-solving conversation are to:
•

Move inviting teachers from an existing state to a desired state.

•

Initiate a data search to gain understanding and insight.

•

Ask questions that invite the analysis of a problem.

•

Encourage the making of new discoveries.

•

Facilitate an awareness of varying points of view.

•

Articulate criteria for and indicators of success.

•

Foster creation and imagination.

•

Evoke a choice from among alternatives.

P79

Problem-Solving

Problem solving map
• State existing state

•

Define goals/ objectives

•

Transition thinking

Tools

•
•
•
•
8

•
•
•
•
•
0

•
•
•

I

•

Present options

•
•

"You're frustrated ... "
"You re upset ...
"Youre
' fee rmg ... "
Mirror partners nonverbal
communication.
"What you want is ... "
"What you would like is ... "
"What you want to achieve is ... "
Use exploratorv language
"And you're searching for a way
to make that happen"
"So you are looking for a way
to ... "
"And what you want is for ... "
Approachable voice
"What are some ways of ... ?"
"If you could create the
ideal__ __, what might it look
like?"
"If you could wave a magic
wand and change
, what
would you create?"
Use _elural forms
I
I

If

Adapted from Costa and Garmston' s (1999) Cognitive Coaching
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Problem-solving reflection sheet
1. What have you discovered about coaching for problem solving? _ __

2. If you could change anything about this conference, what would it be?

4. If you could write a note to a friend who is going to experience a
similar event, what would your note say? - - - - - - - - - - - - - - -

PSI

Section 8
Skills Reinforcement
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Peer Coaching Needs Assessment
Reflect, answer, and return to _________ by _______
1. What peer coaching achievements have you experienced lately?

2. Describe and coaching dissidence or challenges you find in your peer
coaching conversations.

3. As we continue to refine our coaching practice, which of the following topics
would you find helpful?
_ _ eliminating judgment and respecting philosophical differences
_ _ paraphrasing
_ _ using the communication tools
_ _ problem-solving conversations
_ _ designing questions to mediate thinking
_ _ keeping the conversation in the "coaching" mode
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Coaching Reflection through Dialoiwe
With someone in the room who is not your primary peer coaching
partner, discuss the following questions:
•

How will you continue to improve your coaching skills?

•

How will you observe other models of coaching and implement
these skills into your practice?

•

How will you reflect on your coaching practice?

•

What keeps you from coaching?

•

What are some applications in your daily work which invite
coaching?

•

When can you coach with someone who is not your primary
partner?

•

What strategies do you want to improve in your coaching?
Reverse
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Self Coaching for Improvement
Successful coaches have a firm understanding of the coaching cycle. They
are able to provide support to inviting teachers because they are reflective in
their own pedagogical practices, and are very familiar with the pre and post
observation planning maps. This chart is designed to support coaches with
becoming familiar with the planning maps. Use this chart while you are lesson
planning to gain a better understanding of the coaching cycle.
Steps
Mediate your thinking by asking yourself questions such
as:
• Clarifying
• What do I want to accomplish with this lesson?
goals and
• What outcomes do I want to achieve?
purposes
• What specifically are my goals?
• Planning
• What am I going to do to accomplish my goals?
• What strategies do I have to achieve those goals?
• What is my plan of action?
• What will be the first thing I'll do? Then what?
• Sequencing
• When will this happen?
• How long do I think I'll need?
• What materials will I need?
• Assessing
• How will I know that I am successful?
• What will I be aware of to let me know my strategies
are working?
• What will I pay attention to along the way?
• What are the indicators to let me know I've achieved
my outcomes?
• Studying
• How do I feel it went?
and
• What evidence do I have that it was successful?
reflecting
• What did I do to make it successful?
• If I were to do this lesson again, what would I do
• Revisions
differently?
• What learnings will I carry forth to future activities?
• What have I learned about my self from this activity?
• What can I incorporate into my coaching repertoire?

PSS

The Metacoach
The role of the metacoach is to support the peer coach. Metacoaches coach
the thinking of the coach. During a peer coaching cycle, a coach can request a
metacoach for the purposes of planning for a coaching session, observing a
coaching session, and providing feedback about a coaching session. Much like
an inviting teacher, the peer coach is in control of what is observed and how data
is reported back.
Guidelines for the metacoach:
•

Be nonjudgmental.

•

Paraphrase and listen.

•

Ask questions to promote coach's thinking.

•

Gather data.

•

Seek clarity.
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Preconference Preparation

(
'

•

Describe your thinking as a coach as you consider your goals and
strategies for your peer coaching conversation. Include
consideration of the following:
o Trust and rapport.
o Verbal communication tools.
o Nonverbal communication tools.
o Preconference conversation sequence.
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Preconference Reflection
•

Describe the effects of the preconference on all the following
considerations:
o Trust and rapport.
o Verbal communication tools.
o Nonverbal communication tools.
o Preconference conversation sequence.

(
'
PSS

Postconference Preparation
•

Describe your thinking as you consider your goals and strategies
for the post conference. Include consideration of:
o Trust and rapport.
o Verbal communication tools.
o Nonverbal communication tools.
o Use of data.
o Postconference conversation sequence.
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Postconference Reflection
•

Describe the effect of the postconference on all of the following
considerations:
o Trust and rapport.
o Verbal communication tools.
o Nonverbal communication tools.
o Use of data.
o Postoconference conversation sequence.
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Problem-Solving Preparation
•

Describe your thinking as you consider your goals and strategies
for the problem-solving conversation. Include consideration of:
o Trust and rapport.
o Verbal communication tools.
o Nonverbal communication tools.
o Use of data.
o Problem-solving sequence.
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Problem-Solving Reflection
•

Describe your thinking as you consider your goals and strategies
for the problem-solving conversation. Include consideration of:
o Trust and rapport.
o Verbal communication tools.
o Nonverbal communication tools.
o Use of data.
o Problem-solving sequence.
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Section 9
Administrative Support
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Administrative Support
School administrators play a crucial role in determining the success or
failure of a peer coaching program by providing support for a peer coaching
program (Robbins, 1991). To encourage peer coaching, administrators need to
fulfill the following duties:
•

Create a peer coaching program that matches the values of the
school and district.

•

Provide training for peer coaching.

•

Model positive coaching behaviors.

•

Provide opportunities for coaching.

•

Promote school wide norms that support collegiality.

•

Allocate time and resources.

•

Participate in the coaching process.

•

Structure decision-making and problem solving processes so they
model peer coaching practices.

•

Provide opportunities for continued learning.

•

Invite teachers to share about their peer coaching activities.

•

Invite teachers to coach them.

Guidelines for the Principal
School principals might decide to play an active role in the peer coaching
program by participating as program coordinators, program supporters,
facilitators, inviting teachers, coaches, or program champions. Principals can
also serve as substitute teachers for inviting teachers or coaches, or teach classes
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and receive coaching to increase their understanding of new and innovative
teaching strategies. Whatever role a principal takes, it is vital for him or her to
clearly communicate when they are acting as a peer coach, or as an instructional
leader of the building. Key to the success of principal participation is a clear
distinction between coaching time and evaluation time.
In order for principals to effectively participate with a peer coaching
program they need to:
•

Communicate clearly so teachers know when evaluation is taking
place and when supervisor or participation in peer coaching is
taking place.

•

Develop trust in relationships.

•

Behave appropriately/ congruently with the role being performed

•

Honor teacher feelings.
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Chapters
Summary, Conclusion, and Recommendations
Summary
The purpose of this project was to develop a model peer coaching guide to
assist teachers in the peer coaching process and administrators in the
implementation and continuation of a peer coaching program to support
educators in improving instructional effectiveness, increasing educator
collegiality, and change school culture.
The model peer coaching guide produced as a result of this project has
detailed coaching procedures and activities utilized at Tahoma Junior High
School, in Maple Valley Washington.
Conclusions
As a result of this study, the following conclusions have been made:
1. Teachers are unaccustomed to working in collegial
relationships for the purposes of improving instructional
practices. Peer coaching can be a remedy for this.
2. Effective peer coaching does not have to always happen
in a formal clinical supervision cycle with the
preconference, observation, post conference. Informal
peer coaching, where teachers use the communication
strategies, the planning, problem-solving, and reflecting
techniques of peer coaching can contribute to improved
teaching and learning.
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3. Active administrative support is necessary if a peer
coaching program is to be successful.
4. The collaborative norms of schools can increase in
schools that have peer coaching programs.
5. Teachers can report an increase in job satisfaction when
participating in a peer coaching program.
6. All school dish·icts would benefit from the
implementation of ongoing peer coaching programs.
Recommendations
The following are recommendations based on the results of this project:
1.

Guidelines and support material should be included for
informal peer coaching situations.

2.

Administrators should set clear expectations and guidelines for
peer coaching programs like the following:
•

Afford new teacher inservices for peer coaching.

•

Promote the value and significance of a peer coaching
program on teaching and learning.

•

Provide opportunities and support for implementing
technology into the peer coaching process.

•

Furnish opportunities for teachers to enhance inquiry
questioning strategies.

3.

Peer coaching teams should share common planning periods.
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4.

Opportunities for changing peer coaching partners should be
periodically given.

5.

Administrators should actively be involved in the peer coaching
process.

6.

Opportunities to peer coach in a less formal setting should be
encouraged and supported by administrators.
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